1451590		ECAD6007
4470 + 1000 = 5470

Introduction 
Throughout the teaching profession there are continuous developments to support improvement of practice to ensure pupil progress. Reflective practice on research findings within education settings can be very beneficial to the growth of a professional’s practice (Fletcher-Wood, 2016, p.126; Cohen et al, 2007, p.256). Observations were conducted on an experienced teacher in a natural learning environment in a primary school to notice pedagogy to support personal development. Following this collection of data that can be found in the appendices, a case study of an individual learner based on a critical incident will be evaluated making links to learning theories. Tripp (2012, p.8) identifies a critical incident as being created and as “an interpretation of the significance of an event.” Using this definition of a critical incident alongside reflective practice will create personal professional targets in practice. Field notes and critical incident reflections can be found in the appendices, with references made to these throughout the evaluation, however, anonymity will be retained. Subsequent to the evaluation and links to theories, consequent teaching and learning steps that can inform personal practice will be identified. Abbreviations will occasionally be used within the text but will be explained prior to the use of the abbreviation. 

Observation 
Prior to the observations being carried out, the ethical guidelines from the British Educational Research Association (BERA, 2018, p.21) were followed, with the necessity of anonymity being of importance, and the standard of research. Throughout the guidelines from BERA (2018) and Cohen et al (2007, p.64) it is evident that guaranteeing complete anonymity can sometimes be difficult. However, in this evaluation, anonymity is maintained throughout the observation notes and critical incidents in the appendices. The school name and names of children or school staff have not, and will not, be mentioned, but referred to as ‘Primary School X’ and ‘Child A’ and so forth. Primary School X is an English-medium school with a range of classes from Nursery to Year Six, with children from five to eleven years old. Roughly forty-two percent of pupils at Primary School X have additional learning needs, doubling the national average of twenty-one percent (Estyn, 2017, p.1). Additionally, approximately forty-four percent of the pupils are entitled to Free School Meals (FSM) whereas the national average is nineteen percent, and no pupils speak Welsh as a first language (Estyn, 2017, p.1). The observations attached in the appendices were conducted at Primary School X in the Early Years Unit collaborating the Nursery and Reception pupils of the school. The Unit is spread across two rooms, one known as the ‘busy room’ where there are continuous and enhanced provision activities, and a ‘quiet room’ for more focus tasks, as well as a large outdoor area. The observations were conducted throughout the Unit; details of where the observation has been conducted is acknowledged on the observation notes forms that can be found in the appendices. Due to Covid-19, school has had to take precautions; the observations had to be completed in one day rather than across three days, which could have altered findings. Also, the Nursery children currently go home before lunchtime, therefore the afternoon observations could have possibly been different without these precautions.  

Methodology 
A multitude of research methods are useful to education research, however, a case study from narrative non-participant observation was the most appropriate method to use in this instance, to identify a critical incident, as defined previously by Tripp (2012). Personal teaching methods can be improved by analysing any critical incidents, whether they are positive or challenging experiences, as both can encourage progression in the learning environment (Joshi, 2018, p.87; Bassot, 2016, p.64). Therefore, qualitative data including accounts of events would be more beneficial than quantitative data such as measurements and statistics of events (Kumar, 2014).  As a result, narrative detailed field notes and subsequent critical incident forms from the research day at Primary School X can be found in the appendices, emphasising positive teaching experiences. These can encourage thought of advancement for the observer to use in their own professional practice as they have been observed in an actual learning environment, helping to support pedagogy.  
Furthermore, data was gathered through the use of non-participant observation to witness teaching and learning first-hand in the education setting. Kumar (2014, p.174) describes this as ‘observation under natural conditions’ as non-participant observations allow passive data collection of the usual routine of the classroom, therefore is qualitative data collection. Using non-participant observation helped gain insight into the classroom, writing detailed field notes and concluding with a critical incident, to then create a case study. As can be seen in the observation forms in the appendices, the questions were adapted from Fletcher-Wood (2016, p.126), who also iterate that observations can be very beneficial within a classroom and teacher’s individual development, so are the most commonly used research method. On the other hand, observations can have disadvantages including being incomplete, varying interpretations, as well as the Hawthorne effect on children changing their behaviour due to the awareness of being observed (Kumar, 2014, p.174). Children being influenced by realisation of observations could have occurred if participant observation had been used as opposed to non-participant, resulting in findings being altered and not as natural. For instance, the children could have been asked questions by the observer in participant observation which could have altered the observer’s perspective of a learning event. Within the non-participant observations at Primary School X, the children did not appear to be affected by the observer in the room as they are used to staff movement throughout the day with the fluidity between two rooms within the Early Years Unit. 
Juxtaposing the use of non-participant observations, interviews or questionnaires could have been used to gain first-hand knowledge from the classroom teacher and an insight into the professional’s experiences whilst teaching. Cohen et al (2007, p.351) reinforces that interviews can be as detailed as the researcher wishes, with specific questions being asked for precise information. Similarly to observations, interviews allow qualitative data collection, and can be structured with planned questions, whereas observations allow flexibility and a narration (Kumar, 2014, p.174). Interviews could have also provided the researcher with the opportunity to ask further questions about a particular area they would like to know more about, including pedagogy. Using interviews to gain an insight into the learning and teaching would have provided specific information by asking questions, however, this is not a ‘naturally occurring situation’ (Cohen et al, 2007, p.349). It could be argued that interviews would have supported the research rather than an observation to create a case study, but the critical event could have been difficult to create from the teacher’s interview responses.    
Furthermore, Cohen et al (2007, p.256) reinforces that case studies are advantageous in education research by providing qualitative information that can be completed by an individual researcher. One researcher completing the observation for the case study allows consistency, however, whilst writing notes there is the possibility of information being missed (Kumar, 2014, p.175; Cohen et al, 2007, p.260). In this instance with Primary School X, field notes were made with the opportunity to add detail to the notes when there was time to expand on them. A structured observation form was used to document data observed, create a critical incident, and form a case study. Additionally, due to the individual interpretation within research, there is a need for ethical guidelines to be followed due to the possibility of bias influencing the findings. When interpretating data, observer bias can be evident, in various research methods therefore there is a need of impartiality of the observer (Cohen et al, 2007, p.256; Kumar, 2014, p.174). As a result, BERA (2018) guidelines were followed, including the importance of anonymity being upheld. One person conducting the observation permits for one interpretation and recordings to be consistent, as well as witnessing learning and teaching experiences first-hand in real-time to get a true feeling of the environment. Non-participant observations were therefore deemed to be the most suitable for this case for natural learning and teaching events to be noted in a narrative manner, to then create a critical incident to be used for professional development. 

Critical Incident & The Four Purposes 
The appendices show the various lessons observed and critical incidents in learning that were noted, and links to Graham Donaldson’s four purposes can be made in various ways. Donaldson’s purposes aim to develop children and young people throughout their education journey and he emphasises that they should be standards in which learning and teaching in Wales should be underpinned by (Donaldson, 2015, p.29). Throughout all of the observations, it was clear that a rapport and strong relationships have been built between staff and pupils within the school, children are evidently confident and enjoy the learning experiences within the Early Years Unit. Particularly focusing on Critical Incident 1, the lesson occurred in the ‘quiet room’ and focused on a nursery rhyme requiring the children to cut out and stick images to create the scene of “There was an old woman who lived in a shoe,” then draw the characters. The classroom teacher explained to the pupils what was expected of them prior to being split into groups of 8, and then step-by-step instructions were given to the group she worked with. When sat with her group, the teacher modelled the activity by showing the group the worksheet whilst giving verbal instructions of where they would need to be glued, and showing how to correctly hold the scissors. During the task, the teacher moved around the table to assist individuals, providing support if needed, and then removing the support to encourage independence. Prompts were given to the children for them to think about what they were doing and the opportunity to self-correct, using phrases such as “remember, thumb on top” and “shall we sing the rhyme again?” This allowed the pupils to see what they could add to the picture to set the scene of the nursery rhyme whilst the teacher sang the rhyme with them. Whilst the children were cutting, the teacher reminded them “sbwriel yn y bin” and asked if they knew what this meant, to ensure they understood. 
Additionally, Child A showed the teacher how they had drawn on the characters, to which the teacher prompted “how many children are there? Have they all got arms?” This allowed the child to think about their work and make changes if they wanted to. Pupils were given continuous verbal and non-verbal praise including smiles and nods, and the marking of work was completed alongside the children once they had finished the task at their own pace. Child B noticed the way they had previously written their name on the front of their book and said “I need to do my ‘a’s better,” therefore they evidently felt confident to express their feelings and wanted to improve. The teacher took the time to scaffold Child B’s learning by writing the letter to be overwritten, and Child B then independently wrote the letter ‘a’ and was extremely proud of themselves. It is clear that the teacher is passionate about building pupils’ confidence, independence and inspiring learning, and strong links can be made to Donaldson’s four purposes. Critical incident 1 particularly links to Donaldson’s purposes of “healthy, confident individuals” and “ambitious, capable learners” (Donaldson (2015 p.29). Child B was noticeably ambitious to improve on their letter formation, but also was confident to express this desire to improve. Creating a positive learning environment with supportive relationships can help develop confidence in pupils, subsequently connecting to Donaldson’s four purposes. 

Literature Review 
	Furthermore, learning theories underpin various classroom approaches, and some of which were witnessed in the observations and Critical Incident 1, and will be expanded on. In particular, the use of scaffolding, and the theories relating to self-esteem and positive relationships in learning will be explored. Within Critical Incident 1, scaffolding was evident throughout the observation, however, Child B felt confident to comment on their previous work and was subsequently scaffolded by the teacher with an overwriting task to improve letter formation. This can be reviewed through various learning theories and perspectives that are both contemporary and longstanding.  
Firstly, it can be suggested that Child B felt confident to openly comment on their previous work, willing to make an improvement, and felt secure in the environment and knew the teacher would support them. From a Humanistic perspective, Maslow’s hierarchy of needs emphasise a need of relationships being established prior to progressing to self-esteem, with a need of feeling valued and safe (Bartlett and Burton, 2012, p.207). Providing a safe environment where each individual feels values will both help to build a rapport and relationship, in-turn supporting the development of a learner’s self-esteem. Moreover, relationships can pose both disadvantages and advantages to learning and development, coupled with how learners interpret and appraise the relationships (Osher et al, 2020, p.6). Interpretation and appraisal of relationships can be unique to each learner from their individual understanding, with a range of factors impacting learning positively and negatively. James Comer (1995, as cited in Ritchhart, 2015, p.209) argues that learning is impacted by the people around us, stating  “No significant learning can occur without a significant relationship.” This is not solely the relationship within the classroom, however these relationships contribute prominently to meaningful learning, helping to support an individual’s self-esteem. Although, Bartlett and Burton (2012, p.204) proposes that commitment to learning can be contingent to how the learner views their importance to the teacher. A pupil having little rapport with a teacher could therefore impact learning negatively. Alternatively, considering relationships from a Behaviourist perspective incorporates observational learning through the modelling of values, attitudes and behaviours (Bartlett and Burton, 2012, p.198). Contrastingly, it is noted that despite relationships being influential in nurturing development, it is important to understand the nature aspect of learning (Osher et al, 2020, p.23).  Thus, it can be suggested that positive relationships for learning within the classroom are of significance as students will inherit particular attitudes towards education that they have observed. Similarly, as a result of positive relationships and then advancing to self-esteem on Maslow’s hierarchy of needs, an individual may have more confidence. Within education, it can then be hoped that from building self-esteem, children will be confident to participate and strengthen individual learning. This can be likened to contemporary information such as Curriculum for Wales 2022’s four purposes that will underpin the curriculum, particularly the two purposes Donaldson (2015, p.29) described as “ambitious, capable learners” and “healthy, confident individuals.” With Behaviourists emphasising learning through modelling, it would be important for teachers to attribute these purposes themselves, as well as building positive relationships with students, as highlighted by Humanistic theorists. Additionally, positive relationships between the teacher and student can help provide more support if the student has confidence to ask for assistance. A teacher understanding their students can help learning be scaffolded, for instance, Osher et al (2020, p.7) argues that scaffolding can strengthen attachments in children. Consequently, relationships between the student and teacher can be enhanced after scaffolding has been provided as a student can understand that the teacher is there for support. It could also be argued from a Behaviourist perspective that the use of praise or punishment can influence engagement and self-esteem (Floress et al, 2017, p.519; Pritchard, 2014, p.11; Bartlett and Burton, 2012, p.206). A pupil receiving praise or punishment can influence a teacher-student relationship which can in turn effect the self-esteem and commitment to learning.
 Moreover, positive relationships will help a teacher understand when a pupil requires support in their learning, without help being asked for – learning can be scaffolded. Scaffolding supports understanding to aid progression through Vygotsky’s zone of proximal development (ZPD), which is described as “a theoretical space of understanding that is just above the level of understanding of a given individual” (Pritchard, 2014, p.27). Therefore, throughout education, aids are provided to learners to guide progression through ZPD by scaffolding from previous knowledge. Vygotsky was a social-constructivist, combining social and individual processes, with the nature of interactions between the learner and instructor in play and academic learning being a focus of his research (Ó Siochrú, 2018 p.163). Thus, Vygotsky can also be linked to the Humanist theories supporting relationships in learning. It can be suggested by Humanists that in order to provide appropriate scaffolding, there needs to be a relationship built between the learner and teacher, supporting the process. Furthermore, from a Behaviourist perspective, scaffolding can be completed through guided participation with students progressing through phases before being able to independently complete the activity (Jadallah et al, 2011, p.196). It would be important to note that discussions could be raised surrounding when this guidance can be removed and whether it can be removed too early or cause dependency. For instance, scaffolding aims to support learners, but seen as temporary, so the support can be removed with learners becoming more independent whilst using a particular process (Malik, 2017, p.3; Ritchhart, 2015, p.133). Juxtaposing this, there could be the removal of scaffolding too early or a student relying heavily on the support, resulting in little understanding of a strategy or little confidence in using the strategy independently. There is a need to create independence and not dependence on the teacher through adoption of deep learning strategies (Ritchhart, 2015, p.54) which could be supported by successful scaffolding or modelled behaviour. There is a need for scaffolding in the learning process, which can be successfully adopted through various learning theory approaches, as well as developing links to other strategies such as relationship development and independent learning.  
What is more, independent learning is another aspect of exploration as a result of Critical Incident 1, and can also provide links to self-esteem, relationships and scaffolding. Contrasting to Vygotsky, fellow Constructivist theorist Piaget disagreed with Vygotsky’s view on development. Piaget was a theorist of Cognitive Constructivism and emphasised that “children operate as lone scientists’,” (Pritchard, 2014, p.131). Connections can be made to Vygotsky and the use of scaffolding in education, as Piaget’s statement supports the vision of independent learning which can be achieved through the use of scaffolding. However, Vygotsky also expressed the importance of social interaction to strengthen learning (Hockings et al, 2018, p.158), so can be argued against the effectiveness of independent working. Ultimately, there should be a balance between independent working and scaffolding, providing support as and when it is required, so skills can be developed in order to work independently. It could also be proposed from a Behaviourist perspective that independent learning could be adopted by learners modelling behaviour from peers or the teacher (Bartlett and Burton, 2012, p.204). Moreover, Piaget’s lone scientist can be linked to independent learning if a learner has self-esteem in their learning. The use of self-assessment and self-reflections on work can be said to support the view of being an independent learner or a ‘lone scientist’ as it is said to self-regulate the learning of a pupil (Slavin, 2014, p.23). Although, Behaviourists could suggest that the child will first need to know how to self-assess, and there could be the possibility of a pupil being too critical of themselves. Therefore, Constructivists could argue the need of support in learning, whilst Humanists can propose the need of previous development or achievement of a stage in order to progress. Ó Siochrú (2018, p.164) emphasises that Piaget, did not agree with the view that learning influences development, but believed in developmental stages needing to be reached in order to gain learning abilities. Similarly, in Humanism, Maslow has a hierarchy of needs set into stages which actually underlines the importance of teachers recognising individual differences (Bartlett and Burton, 2012, p.207). On the other hand, another Constructivist theorist Jerome S. Bruner opposed steps of learning being fixed, and projected that learners can be taught in any stage of development (Metsämuuronen and Räsänen, 2018, p.1). Links to Holistic perspectives to learning can be made from Bruner’s view of learning at any stage of development, as a Holistic perspective sees all aspects of an individual’s learning and development (Ritchhart, 2015, p.161). Again, it is important to note that development is unique, and a rounded approach to development is important to support independent learning, however there will be a need of adult support to ensure progression. 
Ultimately, a holistic approach can be adopted to incorporate the use of various learning theories, as all can be effective and compliment one another within learning, especially when noting the unique development needs of each individual student.  Sherrington (2019) emphasises that guidance, ensuring understanding, scaffolding, and independent practice, are included in Rosenshine’s Principles of Instruction. Rosenshine (2015, p.91) also highlights the significance of classroom management in learning, therefore can be linked to a Behaviourist approach, whilst also encouraging the adoption of the principles in a teacher’s own practice (Sherrington, 2019). Rosenshine’s Principles of Instruction being incorporated into a teacher’s practice could prompt the use of scaffolding and independent practice. Theories are valued and underpin learning and teaching, and reflections of incidents can further inform practice. However, it is important to consider the possible disadvantages along with the advantages of all theories, as ultimately there will be a curriculum followed within education with progression steps for learners. Using a collection of various aspects of each perspective could be more beneficial for progression throughout the teacher’s pedagogy.  

Reflection & Next Steps 
	Throughout the literature that expands on Critical Incident 1, it is apparent how important observations within the classroom can be, in order to make connections to literature which can then be developed on. Alternatively, through reflection and research, another learning theory or approach could become evident that could benefit the practice of a teacher and then be used within their work. Reflecting on Critical Incident 1, it is apparent that Child B had a positive relationship with the teacher but also self-esteem to assess their own work and openly express their feeling of wanting to improve their letter formation, resulting in the scaffolding from the teacher. The theories from various perspectives, that emphasise self-esteem, relationships and scaffolding in education can be linked to Critical Incident 1, to help create steps for personal development of pedagogy. Particularly, links can be made to the well-being of the child, supporting Donaldson’s (2015, p.29) purposes of being “healthy, confident individuals,” and “ambitious, capable learners” which underpin Curriculum for Wales 2022. 
Moreover,  analysis of critical incidents has been proven to provide professional progression (Mohammed, 2016, p.28) and continuous reflective practice will help acknowledge personal professional strengths and areas of development to strengthen my own teaching. From the observations and critical incidents, and the subsequent literature reviewed regarding Critical Incident 1, personal teaching practice will be supported. Reflective models can be used to help with the reflection and gain an insight into areas of development, for instance Brookfield’s lenses. Particularly, the fourth aspect of Brookfield’s lenses, ‘theoretical literature’, is described by Bassot (2016, p.135) as supporting understanding “that sometimes we are not responsible for things that happen in our practice.” This particular reflective model will allow personal development of practice, using knowledge gained from this case study, and links to literature, to inform professional development. For instance, there are events within education settings that are out of the teacher’s control, therefore, keeping reflections of events that happen in practice can help professionals find ways of overcoming challenges within the classroom. In my own practice, regular reflections will be used throughout my professional progress and development, to help provide opportunities to strengthen my teaching. Researching theories and contemporary findings that can support outcomes for the event will support innovative pedagogy. 
In relation to Critical Incident 1 and the literature that has been reviewed, there is a great importance of boosting self-esteem within children, creating strong relationships and ultimately supporting the individual as a whole person, including their wellbeing. This contemporary issue has been stressed by Curriculum for Wales 2022, and The Good Childhood Report 2020, and will be a focus point of my own practice. Russell (2020, p.50) reported that Wales “was significantly below the average for satisfaction with life at school.” Through the literature, it is evident that relationships are important and create a sense of belonging for students, helping to support self-esteem, hopefully contributing to pupils’ education. This was also noted throughout all the observations and critical incidents, however it was particularly focused on in Critical Incident 1. Child B’s learning was scaffolded through an overwriting task following Child B’s independence and confidence to comment on their previous work. Additionally, making relationships a focus of my practice will support the Curriculum for Wales 2022 and Donaldson’s four purposes. However, it will be essential to continually reflect on my practice, and have opinions from other professions by their observations of my teaching. Additionally, reflections support the tracking of professional standards for teaching and leadership with the EWC Professional Learning Passport (PLP), helping to support pedagogy development and sustain practice (Welsh Government, 2020, p.6). Reflections with theoretical literature allows knowledge of new theories and developments regarding education strategies that can be adopted in my own practice, noting both what has worked well and what needs improving. 

Conclusion 
Throughout the continuous developments in Wales, it has become apparent through the new Professional standards for teaching and leadership that there is a requirement for reflections of practice to help sustain effective pedagogy (Welsh Government, 2020, p.16). Using reflective models such as Brookfield’s lenses will allow for further research and professional development, which is important within the classroom to ensure development of pedagogy ensuring methods are effective and continually improved with recent guidelines. Noting incidents that can impact learning helps a teacher recognise whether standards are being met and worked on, and measures can be put in place to improve upon this. Within Wales, the curriculum reform in 2022 aims to create confident and healthy individuals through the support of effective teaching. Whilst this reform will be new to the professional, there will be a need for reflections to see what has worked and what requires building on. Helping to support children and their wellbeing throughout the change to their education will also strengthen relationships. It is clear how using a holistic approach to see how aspects link and support one another will help to provide a more effective pedagogy. For instance, supporting a child’s self-esteem helps encourage independence but also strengthens a relationship and can help the teacher to notice the strengths of their learner and scaffold learning when required. It is also important to recognise limitations and possible problems that can arise, such as dependency, or the risk of an independent learner not understanding a task properly. In my own practice, reflections will be of upmost importance, allowing continuous professional development, as well as asking for advice from professionals who observe my own teaching. However, it will be paramount to follow BERA guidelines to support anonymity and follow ethics.   
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Appendices 
CRITICAL INCIDENT 1
	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	28/9/2020. 8.45am. Early Years Unit consisting of Nursery & Reception classes. 
The Unit formed when returning to school in September. 
The class is split between two rooms known as the quiet room (where I observed this observation, and more focused tasks take place) and the busy room (where there is child-directed learning through play). 
There is one class teacher, with five teaching assistants (TAs), one TA signs to two children who rely on sign to communicate. For morning registration, the unit is split between the two rooms, with three TAs in the busy room with mainly the Nursery children, and the class teacher is in the quiet room with two TAs including the TA using sign language. 
The classroom is relaxed and it is clear that relationships are easy to be built, with lots of support for all children. 
The children are learning about nursery rhymes, and in this instance they were focusing on “There was an old woman who lived in a shoe.”


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The class watched a video of “There was an old woman who lived in a shoe” which was their current nursery rhyme to focus on. The teacher sang along, and the children were encouraged to join in too, along with some actions. The teacher discussed “scolded” and “broth” and asked explained to the children that nursery rhymes are old fashioned, linking in their previous rhyme from last week. Pupils were then told what they would be doing next, and what was expected. The children sat in their groups with a staff member, with instructions reiterated. The teacher sat with one group, first showing and explaining what was expected, and how to hold the scissors. The teacher moved around to help assist children when needed, giving support and then removing this to encourage independence. There were prompts for children to find answers themselves, and self-correct, such as “remember, thumb on top” and “shall we sing the rhyme again” for the children to notice what was missing from their picture they were making of the rhyme. Pupils were encouraged to draw the children, and the teacher asked one child “have they all got arms?” Whilst cutting, they were reminded “sbwriel yn y bin” and the teacher also questioned the children whether they knew what this meant. There was lots of use of verbal praise and non-verbal communication such as smiles and nods, as well as the teacher marking the work as it was completed. 
One child noticed the way they had written their name on the front of the book and said “I need to do my ‘a’s better” so the teacher sat with the child, wrote out ‘a’s for the child to overwrite with arrows for direction. The child then also wrote a line of the letter ‘a’ independently and the child was very proud of themselves. I liked how the time was given to allow the child to take lead of their learning and be an independent learner. 
The teacher marked the work from the cutting and sticking activity as the children were finishing the task. The marking system used is coded with ‘I’ meaning ‘Independent work,’ ‘AS’ for ‘Adult support,’ smiley faces, and there is also a wand drawn with a comment written, if a child mentions something they want to improve on. The marking focuses on the positives, and if a child does say they want to improve something, there is chance for them to do it there and then. I like the marking system that is used, focusing on positives and allowing children to have an input and give feedback. 
Research areas - positive reinforcement (Thorndike & Skinner), scaffolding (linking to Zone of Proximal Development and Vygotksy). Assessment for Learning, independent learning (Piaget), wellbeing and confidence building. 




CRITICAL INCIDENT 2
	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
28/9/2020. 10.15am Early Years Unit – Nursery & Reception 
In the ‘busy room’ where children choose their activities throughout the room. 
There are a three teaching assistants in this room, available to all children. The classroom teacher is between both this room and the ‘quiet room’ so pops in and out. 

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	Children are able to choose what activities they want to play with, with a free-flowing provision between indoor and outdoor activities. Most interaction is done between children, learning together and from one another with adult engagement occasionally and if needed. 
There are different stations throughout the room where children can learn through their exploration - ‘fiddly fingers corner’ to develop fine motor skills and creativity, the home corner, the construction area where there are two different boxes of construction toys, a pattern and sequence table, a colouring and writing table, small world toys, and sand/mark making for numbers.

AoLE links can be made throughout the room as learning is embedded in activities. Expressive Arts, Numeracy, Languages, literacy and communication are visible throughout the room. There are a range of abilities with the various stations being accessible to all at a various levels, encouraging the development of their imagination. Children are greatly encouraged to be independent and confident, being given prompts such as “remember our rules this morning” and “where does this belong?” Practice such as this promotes the 2021 Curriculum for Wales aims of independent and confident learners. 

There is adult guidance and support if it is needed, and children’s individual needs are taken into account, with emotional support being offered to children who need it. A child needed refocusing to another task as they had emptied out puzzles, and was given guidance to another activity, and supported emotionally. 

The children being independent and making choices for themselves (such as when they want their milk and fruit, or whether they want to play indoors or outdoors) clearly builds confidence in the children in the Early Years Unit. Children are encouraged to recycle, eat healthy and can engage in physical outdoor play if they wish – therefore promoting ‘health, confident individuals’ of the four purposes included in the Curriculum for Wales 2021.  

Possible research areas – Behaviour management (Sue Cowley, Thorndike & Skinner), involvement (Ferre Leavers) and scaffolding (link to Vygotsky). 





CRITICAL INCIDENT 3

	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
28/9/2020. 1.15pm Early Years Unit – Reception. The Nursery children had already let before lunch, due to Covid-19 restrictions. 

Following lunch, the children had been split between the quiet room and busy room, with the aims of the afternoon being explained by the teacher. The TA support signed for children with hearing impairments. 

In the busy room, children chose activities freely indoors, and no outdoor option due to the rain. 

AoLE links can be made throughout the activities, with staff working with some children for different focus tasks. 


	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	
Observing the TA support developing one child’s use of sign, it was clear that a rapport has been built between the child and TA, and the child enjoys the activities. The child was able to be comfortable and move around on the floor, and come back to the activity when they wanted to. The TA moved around the floor with him, waiting for his interaction, regaining his focus and allowing the child to take the lead with the activity. 

The child could see that he needed to find the picture of what had been signed, after he had signed it himself. He would then sign and ask the TA to find the picture, wanting her to be involved and encouraging her to take turns. Another child was allowed to be involved in the activity as well, clapping and laughing along, giving the child praise. The activity was made very fun for the child, but was still challenged through the progression of the activity. The child was first shown visual pictures and copied the sign for it, then progressed to a game with the pictures turned face down and the child needing to copy the sign and find the matching picture. The TA allowed a game, unrelated to the signing activity, to be played in the middle of their interaction, regaining the engagement of the learner. For instance, the TA pretended to be asleep, much to the delight of the child, who was encouraged to use his voice to wake her up. There was lots of praise used, including from the child’s peer who smiled and clapping along when the TA was praising his signing. 

There were clear links to Languages, literacy and communication, and Expressive arts, but also links between Health and well-being, as relationships are built between staff and children, as well as the children. 

Possible research areas – the use of sign language in lessons, child-led learning, movement of the teacher. Attachment theory and learning, independent learning (Piaget) and positive reinforcement (Thorndike & Skinner). 









CRITICAL INCIDENT 4
	Details relevant to the research context.

Date/time.
Age/Stage of group.
People involved.
Contextual
information from field notes. 

	
28/9/2020. 1.55pm Early Years Unit – Reception 
Two groups of children were in the quiet room doing focus tasks of mathematics, with a mix of abilities in the two groups, and one group of children had the overwriting task. 

‘Maths and Numeracy’ AoLE linked to task, with the children at the start of the unit, learning number formations. 

	What happened? A detailed description of what you observed and what thoughts on pedagogy and practice occurred to you as a result, looking towards your research.
	The children are aware that there is more focused work in the quiet room, but the learning is still very interactive and relaxed. The children have clearly built relationships with staff and are excited to learn. The staff explain the aims of the task and the children show understanding, with the TA giving instructions as they progress through the activities. The first activity included a ‘blind bag’ with the children picking out pieces of wood with numbers on, the child then had to identify the number and was asked what the next number up was. The children then counted to 20 as a group with the TA, and then backwards. The children were continuously given lots of praise, and thinking time to recognise the numbers.  
Following this, the children were given their workbooks, and were explained what the next task was. The children were needing to write numbers up to 10. The group of 8 children were given one-to-one support, but were expected to wait to complete one line of a number and have direction before moving on.
The TA used prompts such as “remember” and repeated the rules of the number formation, as well as giving non-verbal direction and smiles and nods. This group of children all had the overwriting task, therefore development was being scaffolded. The TA encouraged children individually, knowing their progress, praising one child with “Well done! I am going to show (the teacher)” and told another child how well they had progressed with their formation and pencil grip, to which they responded “I know. I’ve got so good!” Children are aware of their own achievement and development. 
Children were challenged and asked questions relating to their individual ability, i.e. one child was asked to recap the number they had written out. 
The children could see how their peers were doing, and were told to wait for the TA to write the next number in their books for them to overwrite. One child looked around and waited to be noticed once completing one line of a number, but did not inform the TA. The child initially sat and waited to be noticed, but then started to go ahead down the column, and was told by the TA “you must wait for an adult, okay?” The child had one-to-one support and said “this is easy!” and was then reminded about their number 4 formation. 
Another child was ahead on a number line and encouraged with lots of praise and told “fantastic.” This child was very pleased.
The time was nearing the end of the day and the TA apologised to the children as a group, and said that they could finish this task another time. A child from another group was told by their TA “you can practice these at home. Ask Mammy and Daddy if you can do some numbers at home,” after independently writing numbers. 
Research areas – movement of the teacher, wait times, independent learners (Piaget), scaffolding (linking to Vygotsky), praise (linked to Thorndike and Skinner). 






OBSERVATION 1
(Questions adapted from Fletcher Wood (2016)
	Date and time, year group:
28/9/2020. 8.45am Early Years Unit – Nursery & Reception 

	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Nursery and Reception classes have formed the Early Years Unit since the beginning of September. The unit is between two rooms – the quiet room and busy room, and have free use of two playgrounds. 
Children are at the beginning of term, so also at the start of the unit of study, and some children also started school last week, and a handful began today. 
A range of abilities and children with hearing impairments are included, along with a teaching assistant signing for children who rely on sign to communicate.  
Children are learning about nursery rhymes, and today are learning about “There was an old woman who lived in a shoe” and a range of AoLEs were met throughout this first morning session’s activities. 


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
The environment is very welcoming and relaxed, and it is clear that children are aware of established rules, some children raise hands, but children also spoke openly to the teacher without raising a hand. 
The children are focused, engaged and excited to learn, being eager to answer questions. 
There is a free flowing provision, with child-led activities. Children are split into groups to complete focus activities, rotating between the focus task and then choosing what they would like to do. 
Choose when they want milk and fruit, and whether they would like to go outside or play in the busy room when not on the focus task. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
At the start of the day when all the children are sat on the carpet, each child is spoken to directly, asking whether they want ‘cinio’ or ‘brechdannau’ and children who rely on sign to communicate are signed to by the classroom teacher, with support also from their Teaching Assistant (TA). The following information that is spoken by the teacher is signed by the TA throughout the discussion of today’s activities, groups, and signing of the nursery rhyme.
The teacher discussed the activities they done last week, with children contributing, as well as discussing their homework sheets. They watched a video of the today’s nursery rhyme. The teacher explained some of the information in the nursery rhymes, and how they are old fashioned. 
The children are told what they will need to do with the cutting and sticking activity, and are told throughout what is expected next, and praised for completing steps.     
 

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
The teacher moved around to assist and direct the children, and also gave prompts for children to find answers to questions independently. Lots of praise, smiles and nods. 
The children were first shown by the teacher how to hold the scissors and to move the paper, and given prompts whilst they were cutting, as well as reminded what was needed next. 
Sang the rhyme to identify what was missing from their picture. 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
At the beginning of the lesson, when asking about homework sheets, the teacher spoke about Dojo and communicating with parents. To regain the focus of some children, they were called by their name. Some children raised their hands to wait to speak and were praised for doing so, other children were confident to speak out. One child spoke out and said they knew another nursery rhyme, then began singing “Hey Diddle, Diddle,” and was met with lots of praise from the teacher and TAs.
The teacher and staff are very involved and encourage the students throughout the whole task. The TA signs for children with hearing impairments and ensured they were focused and understood tasks. The batteries for one child’s hearing aid and cochlear were changed, this resulted in them getting distressed, they were comforted and encouraged, but were supported when they did not want to put the cochlear back on. 
Students are challenged at different levels with different questions used, the use of the scissors etc. One child had more support from the teacher with cutting some of the pictures out, with the help then removed when they were capable of doing it, and other children in the group were able to do it independently. 
Welsh phrases are used in the classroom, with some questions to see whether they know what the phrase means. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
The pupils were asked about their homework and whether they recognised the sheets. 
Different information is built upon throughout the activities, the teacher asked and explained what “broth” is, as well as the rhyme saying about “scolding.” 
The teacher mentioned their previous rhyme, “Three Blind Mice,” and linked information to this too. The teacher was able to observe the learning throughout the activities, but also encouraged the children to say the rhyme over again to notice what was missing from their pictures. Pupils drew members of the family, and the teacher used prompting questions such as “have they all got arms?” for the child to look at their work and then make the corrections if they were needed. 
Reminded children about using their thumb on the top of the scissors, as well as “sbwriel yn y bin” and asked if they knew what this meant. 
One child said “I need to do my ‘a’s better’ whilst noticing the way they had previously written their name. The teacher took the time to write the letter out for the child to overwrite, along with arrows, and the child practiced this after completing the task, then wrote the letter independently. They were praised by the teacher, and the child was very proud of themselves. 
The teacher also marked the work after the children had finished and before they went to complete another task. The marking system they use is coded, with I showing independent work, AS meaning Adult Support, the use of smiley faces, and some choose a wish wand if the children mentions something they want to improve on. 


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
The use of Dojo to communicate with parents about homework and other tasks. 
A blended approach allowing children to speak confidently without raising their hands, and using the hands up approach where appropriate. 
Positive reinforcement and the marking system highlighting independence or use of support, as well as the wish wand that the child can choose. The work is marked as it is completed, so the children are spoken to after completing the tasks.
The embedded use of sign language, as well as the use of Welsh. 
Moving around the room, helping and supporting the children when required. 
Child commenting on their work and the time being given to help support the letter formation. 





 OBSERVATION / FIELD NOTES 2
	Date and time, year group:
28/9/2020. 10.15am Early Years Unit – Nursery & Reception 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
‘Busy room’ - child led play with activities both indoors and outdoors. 
A range of abilities supported through the activity stations linking to the theme of nursery rhymes, incorporating different AoLEs i.e. Expressive Arts, Languages, Literacy and Communication. 
At the beginning of the unit. 


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
There is a table of children having fruit snack and milk (children choose when they want this through the morning). 
Various activity stations inside and outside for free-flowing and child-focused learning. 
There is a relaxed and fun and enjoyable learning environment. 
Adults are engaging with multiple children but also encourage independence, and are available if children involve the adult. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
Child-led learning through play and encouraging independence, with various stations having different visual aids that challenge the children. 
Activities include the rhymes the children are learning about – “There was an old woman who lived in a shoe.”
Purpose of providing children with choice, decision making (choosing when to have fruit) and healthy eating and outdoor physical play. Developing communication through continuous conversations throughout the room, as well as role play. 
Activities including sequence matching, building, mark making. 


	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
Lots of praise from staff wo are observing as they move around the room and engage in different activities with the children. 
Prompts are given, such as “remember our rules we went over this morning.” “Where does this belong?”
Recycling encouraged after finishing fruit and milk. 
Visual aids on the sequence making table so children can match up the coloured elephants. 
A child was encouraged to use the toilet, and praised for their progress. 
A child was supported to focus on another activity when they emptied the puzzles out, then played independently. 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
Children are able to engage in the activities they want to with child-led tasks and independent play and learning. Adults support and guide the children when they feel they need to, or if children request. 
Pupils are able to engage in the level of challenge they want to in each activity. 
Adults regain engagement of learners with prompts as they are observing and engaging in children’s play, such as “remember” or asking questions about their play. 


	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
Activities related to the topic of learning (nursery rhymes). 
Staff ask questions whilst children are playing, to encourage thinking. 
Emotional support is given to children who need it. 
Prompts such as “remember our rules” and “where does this belong?” 


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Child-led learning. Children’s choice and independence. 
Movement of the staff. Use of praise and prompts for children to find answers themselves. 
The importance of individual needs of children, supporting children’s first days, and supporting emotions and behaviour individual to each child. 





OBSERVATION 3
	Date and time, year group:
28/9/2020. 1.15pm Early Years Unit – Reception 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Children were split in between the busy room and quiet room. 
In the busy room, children were able to interact in the various areas, with some focus tasks led by staff going on in the room. Rain outside preventing free-flow to outdoor play. 
Children recording rhymes on iPad with teacher. 

One TA was working on one child’s communication and developing their sign language. 
AoLE – Languages, Literacy and Communication, Expressive arts, and Science and technology. 


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
The atmosphere is relaxed and very engaging and fun for all the children. They enjoy playing together, as well as having staff nearby to call upon when they want to. 
Child improving his sign language was excited and engaged. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
Opportunities for the children to learn through play, with focus tasks led by TAs so children are able to understand tasks’ learning outcomes. 
Between the TA and child using sign, there was an understanding between both of what was expected – the child could see that he needed to find the picture of what had been signed, after he had signed it himself. 
Another child was able to come and join the activity when they wanted to, and observe what was going on, as well as ask questions to the TA. 

There are clear links to Languages, literacy and communication, and expressive arts, but also links between Health and well-being, as relationships are built between children and staff and children.
 

	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
Both verbal and non-verbal praise was given to the children.  
The child and TA were signing to one another, smiling lots, claps and encouragement. He encouraged the TA to take turns too. 


	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
The TA was on the floor with the child, allowed him to be comfortable, and made the learning experience fun for the child. 
The child was challenged at different stages - first shown visual pictures and the sign to copy, then a game with the pictures turned face down needing to copy the sign and find the correct picture to match. 
Another child was able to sit and play too, if they wanted to, this child later left the activity and then came back to join back in. 



	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
The child was first asked to sign the picture props, with the support of the TA, then developed on this slowly throughout the activity. It was clear that the TA knew the child’s previous knowledge and was building upon this. 
There was lots of praise used, and challenge appropriate to the child. 


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
The use of sign within lessons. 
Child-led activities made enjoyable and challenging. 
The importance of engaging with children on their level, and making activities informal. 





OBSERVATION 4
	Date and time, year group:
28/9/2020. 1.55pm Early Years Unit – Reception 


	Lesson details: (Context and focus -/AoLE/subject- is it near start of end of unit of study? Indoors/outdoors? Ability range? Any particularly relevant information).
Two groups of children in the quiet room doing their mathematics task, with a mix of abilities. One table were all having the overwriting task. 
AoLE is ‘Maths and Numeracy.’ 
The start of the unit. Doing number formations. 


	Classroom culture
(What is the classroom ‘vibe.’? What do attitudes, dispositions, behaviours towards learning seem like at this point in time?)
The children are aware of more concentration in the quiet room. 
Learning is still relaxed and child-focused. 
Children are excited to learn. 


	Objectives
(What happens in the environment that communicates the purpose of the experiences?  What can be observed regarding the way lesson activities relate to these purposes?
Staff explain to the group what they are going to do, what is expected and the children show understanding.  
Instructions are given as they go through each activity. 
The first activity is recognising numbers and counting with guidance. 
Independence is encouraged but one-to-one support is given when the children are doing number formations. 



	Direction
(What can be observed that helps learners understand what they are engaging in?  What in the environment helps them understand how to achieve well)? 
The teaching assistant is continually giving praise and individual support for each child in the group of 8. The children are aware that once they complete one line of a number, they get direction from the teaching assistant. 
Prompts used, such as “remember” and repeating the rules of the number formation. 
Non-verbal direction and communication through smiles and nods.
The children can see what their peers are also doing, and know what is expected of them. 
“Well done! I am going to show (the teacher).” They are also told to wait.
A child was praised on their progress, and responded “I know. I’ve got so good!” 



	Access and challenge
 (What can be observed in the environment that enables engagement of learners? What can be observed regarding levels of challenge?
Overwriting numbers task. The activity was broken down into each number and the children in the group had to wait for instruction before moving on. 
Other children were given less overwriting and more independency to copy the number. 
The staff members all knew the children in their groups, asking appropriate questions for their ability, and challenging the children where appropriate. 
Child went ahead, told to wait. 
One child told “fantastic” for their formation and progression. 



	Assessment
(Can anything be observed about how student’s existing knowledge is used?  Can anything be observed regarding the development of knowledge during or after the experience)?
The children were asked to say what the number was, then if they could say the next number up from the one they had chosen from the bag. 
They counted together, with the support of the TA, following the number line on display in the room, and counted backwards. The TA chose a number and they all counted up from that number. 
Children were always guided and supported with phrases such as “remember.” 
A child was told about the grip on the pencil, and how well they had improved since last week. The child also said back to the TA “I know. I’ve got so good!” 
The child who went ahead without the direction was told “you must wait for an adult, okay?” One-to-one support was given and the child said “this is easy!” and was reminded about the number formation. 
TA apologised to the children as a group, as this group had run out of time, and they were told they would finish the task another time. 
One child who had completed numbers independently in another group, was told “you can practice these at home. Ask Mammy and Daddy if you can do some numbers at home.”


	Specifics / Critical Incidents
 (Are there moments which cause you to consider aspects of practice when you come across them in future teaching)?
Movement of staff – group work and one-to-one support. 
Use overwriting to encourage skill development and confidence. 
Encourage confidence, independence and use lots of verbal praise, as well as smiles and non-verbal encouragement. 
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